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Shifting Ideals In Higher Education
By

FREDERICK F. R ITSCH

Is there a present national tendency to undermine the u niversity
and college as centers of liberal learning in a democracy? This question came to me as I was struggling with increased demands that we
in the Humanities come forth with more vocational programs for
our students. A part of me was rebelling, not because I oppose vocational programs, but rather because so many of the demands for
vocationalism in higher education are made synonymous with "relevancy" and with short-cuts to "accountability." Usually stated or
implicit in such demands is the near-command that higher education
strip itself of the "dominance of science and scholarship," and face
the "realities" of today's world ( ?) .
During the past ten years this bogey-man of "science and scholarship" has been cited so often as the source of the ills of higher education that it has taken on the aspects of a conspiracy: one has visions
of dusty clerics gathered in secret places scheming to make higher
education less and less accessible to the millions. The specific charges
of dependence upon government and foundation grants, the absurdity
of "publish or perish" rules, etc., certainly bestows some credence on
the charges against science and scholarship. But then one must wonder
if in any substantial sense there has been much science and scholarship taking place across the broad spectrum of higher education in
recent years. I am inclined to think it more proper to say that higher
education has become bogged down by the emergence of science and
scholarship technicians and publicists. These technicians and publicists
brought about a revolution of sorts in American higher education
during the late 1950's and 1960's, overcame by compromise the student protests of the 1960's, and now apparently intend, with the as-

37

sistance of the general public mood, to recover lost ground and assure
their final victory over the traditional role of the university as the
repository of a higher culture and center of liberal learning in a
democratic society.
I am coming to sense that the principal failure of the college and
the university in the last decade and a half has been the failure of
both faculty and administration to sustain the traditional purposes of
higher education. In their eagerness to seize slices of the public financial pie, to secure "fair shares," colleges and universities willingly
sacrificed the "separateness" of higher education from the public
arena, and threw higher education open to public evaluation. Thus,
the one area our democratic society had permitted to remain relatively free from the whims of shifting public opinion-the one area
where the real demands were integrity to the tasks of preserving, interpreting, adding to, and engaging in liberal learning- has surrendered
its birthright in favor of the immediate truths of the marketplace. A
major university catalogue defines the university purpose as that of
a "community of scholars having as a central purpose the enrichment
of the human mind by stimulating and sustaining a spirit of free inquiry directed to an understanding of the nature of the universe and
man's role in it."1 One must wonder if this lofty purpose is today
even a live option for many of our colleges and universities. Or, take
a different, more action-directed statement of purpose: the university
is "a liberal or even libertarian institution, that tries in some ways to
go counter to the mainstream of the society in which it finds itself, by
liberating men from the prejudices and ignorance that possess them
when they come out of the larger society." This statement is from
Leslie Fiedler, who goes on to observe: "I think of the university as
being a place that carries on a permanent cultural revolution inside
of society." He then asks, "Has that permanent cultural revolution
got to the point where it has eliminated the necessity for the institution itself . .. ?" This grows out of his belief that the success of this
revolution will produce "something else as unimaginable to us as the
university was to people who had turned to the church for higher
education in the 12th century."2 For my part, I cannot see that the
university today manifests any developments capable of a permanence
in the directions Fiedler suggests. His image of the cultural revolution
operating inside toward the outside seems instead to be actually taking
place from outside toward the inside. In other words, the university
appears to be having less impact upon society in general than society
is having upon the university. The politicizing of higher education,
the foraging for public money to cover over-growth, the "accountabil"The Purpose of the University," The University of Virginia.
"The Future of the University: A Dialogue With Leslie A. Fiedler and
David T. Bezelon," The Humanist, September/October, 1970, p. 7.
1

2
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ity" movement, and, my own particular irritant, the vocational preparation demand, are signs of the weakened position of the fundamental
learning purposes of the university. What is so discouraging is the
faculty and administration willingness, even eagerness, to become accomplices in this.
Now, I realize that the observations above involve a good deal of
"romanticizing" of the historical role of higher education in America.
But I am less concerned with the past failures to realize ideals than
with the ideals themselves. After all, the dominant ideals provide the
compelling directions, the guidelines, which, whether transformed absolutely into realities or not, are the source of standards and aspirations. What concerns me now is what I perceive to be a shifting of
dominant ideals in American higher education.
Historically, it would appear that the higher education, in the
short period between the early 1950's and the early 1960's, shifted
emphasis from liberal learning as a central concern to the public
arena. Students who, in the mid- and late 1960's, charged the university with dehumanism were thus quite correct in that the university
was certainly placing low priority on the concept of the university as
a center for mutual teacher-student engagement in liberal learning.
Higher Education was becoming "establishment"; the teacher had
become distant. Students were left to define for themselves the fundamental purpose of the university: if the university were-and all evidence suggested it was-an institution directed to the immediate concerns and problems of society, why was it not directing itself to the
revolutionary needs of society? Students quite naturally interpreted
the university's true function as that of critic and leader in revolutionizing society. Where the "relevant" function of the university was once
clear in liberal learning terms, the university, in thrusting itself into
and onto society, had opened itself to charges of irrelevancy for not
becoming the leader in a cultural revolution . A clue to the confusion
that prevailed in the 1960's is seen in the inability of anyone in the
1960's to define the dimensions of a "cultural revolution": it took on
a marketplace faddishness-now civil rights, now sexual freedom,
now ecology, etc. In other words, "relevancy," without a grounding
in liberal learning, became immediacy; irrelevancy was a refusal to
speak to the most recently discovered social evil.
It is nothing new to note that the parents of the middle-class students who entered colleges and universities in the 1960's generally held
strong directed work values, perhaps stemming from their experiences
with the Depression and war years. These were parents who appreciated the value of hard work in a specific vocation or job as the source
of all other desirable values. While money might be listed as a value
related to security, the main emphasis should be on directed job orientation; after all, parents were ready and willing to share their income
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with their children and even to sacrifice their own financial security in
order to assure the children freedom from material wants. In most
ways these middle-class youths had been protected from the "harsh
realities" of having to "go it on their own" and "earn their own ways"
as long as possible. At the same time parents were determined their
children should eventually enter the job market with as many credits
as possible. For most, this meant a college or university education.
Parents most likely held no clear conceptions regarding the specific
relationship of the undergraduate education to jobs. In general they
exhibited the rather ambiguous faith that college education did lead to
better jobs, and professional areas as law, medicine, etc., naturally demanded post-graduate training. At the same time the actual job
market reinforced these views: the better jobs were reserved for
college graduates ( although they were not necessarily directly related
to the particular undergraduate emphasis), and it became difficult for
non-college trained youths to locate satisfying jobs. Until the mid1960's everything seemed in order.
Undoubtedly the youth were the element overlooked in this apparently balanced picture. Brought up without the ingrained fears of
financial and job insecurity that concerned their parents, protected
throughout childhood by well-meaning parents with memories of childhood scarcities, these youths had not learned the job-directed work
values to anywhere near the degree that parents anticipated. While
these naturally assumed a smooth transition from childhood to adulthood of children holding parents' values, the fact was that both
childhood and then college became long reprieves from job-related
values. The values these youths were actually assuming related, thanks
largely to the satisfaction of their material needs and to the communications media of our society, to the social problems of the day. Arriving at the college or university and finding these institutions engaged in
no on-going revolution, social or cultural, the youths attempted to
explode higher education.
At the present time, the colleges and universities appear to have
reached at least a stalemate with the students. Indications of this depend upon the particular "solution" to the "student revolution" one
is observing: Black Studies, mixed dorms, "peace" programs, re-cycling
centers, etc. But each solution must be only temporary. Essentially standards are in suspension in higher education; either higher education
should re-adopt an idealism with academic standards and re-emphasize
its role as imparter of traditional humanistic values and slow-change
agent in a democratic society, or submerge both the student idealism and
liberal learning through an emphasis on higher education as the supplier of the job market in a technological society, thus suspending the
"reprieve" from job-directed values. The former direction involves the
sustaining of subjective values of the "spirit of inquiry," while the latter
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would emphasize under the heading of higher education the objective
standards and values of the immediate marketplace.
Whatever the shape of present compromises with the students,
the latter direction appears to be dominant today. The concept of
liberal learning as a highly personal engagement between student and
teacher receives only lip service in most instances; studies abound to
demonstrate that as much or more content can be acquired by the
student in mass sections as in direct contact with the teacher; the
textbook has both replaced discussion and placed objective limitations
on the students' freedom of seeking answers and new directions; technology has been applied to develop computerized courses, not to free
both instructor and student from the memory exercises of necessary
objective frameworks, but to free the instructor from having to deal
directly with the student ( one can now "graduate" by merely acquiring x amount of objective data without the necessity of engaging in
the university experience-a sign that the university and society in
general are becoming fully integrated). The teacher is freed, not to
become an authority or to find creative modes of working with students, but rather to fulfill his new role as an expert in society. Further
there are significant indications that the public, through local and
state agencies ( notably the "community college" and the university
branch ) and through direct participation (in gift patterns) has
adopted a marketplace definition of higher education, emphasizing that
the higher education experience must no longer involve a reprieve from
job preparation (it is commonplace to overhear parents chastizing their
children for not adopting a n immediately applicable job program as
their major course of studies-and the traditional areas of liberal
learning, the humanities especially, are suffering ). In addition, technology, having domina ted our society, is demanding academic legitimacy for skills; tasks tha t in the past were trade school or on-the-job
learned but now require a new sort of complexity demand higher education certification-notwithstanding the fact that the rate of technological change often means eventual on-the-job re-training (in fact,
the re-training is sustaining many institutions now). Finally, the national government efforts to meet the public demands in areas of unemployment and financial accountability, and to keep the campuses
"cool," work both to reinforce the direction of job-preparation and deemphasize the a reas of liberal learning in higher education.
Undoubtedly the fund amental national distmst of intellectualism
was rekindled in the 1960's, and the vision of academics of the 1950's
that higher education be endorsed as a great national asset worthy of
public support has back-fired; what is left is a national conviction that
higher education, without public controls, can be a national danger,
but with controls can be a major supplier of trained personnel for the
technological society. The vision of the college and university as a
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"community of scholars having as a central purpose the enrichment
of the human mind by stimulating and sustaining a spirit of free inquiry," is no more acceptable than Fiedler's view of the university as
a libertarian institution engaged in permanent cultural revolution.
Forty years ago, New Humanist Irving Babbitt quoted the following
paragraph from a report of Committee G of the American Association
of University Professors:
American education has suffered from the domination, conscious or unconscious, direct or indirect, of political and sentimental, as well as educational, theories that are demonstrably
false. If the views of some men are to prevail the intellectual life
of the country is doomed; everybody except the sheer idiot is to
go to college and pursue chiefly sociology, nature study, child
study, and community service-and we shall have a society
unique only in its mediocrity, ignorance and vulgarity. It will not
do to dismiss lightly even so extreme a view as this; it is too
indicative. Such influences are very strong, their pressure is constant; and if education has largely failed in America it has been
due primarily to them.
Babbitt feared the "encroachments of an equalitarian democracy,"
and charged that already the standards of higher education were
suffering "first, as regards the quality of students; second, as regards
the qualities of the studies these students pursue."3 More recently, the
Woodrow Wilson Foundation cited a survey of academic leaders which
"reveals a clear and present danger of burgeoning mediocrity." Foundation President, Hans Rosenhaupt, observed that "Fair-minded
Americans sincerely believe in an extension of educational opportunity
to all citizens; they also fear the deterioration of standards," but "given
the present mood of America, we cannot assume that massive public
measures will soon be taken to protect and enhance the quality of
education."4 ( Italics mine.)
While Babbitt is explicit and Hans Rosenhaupt only suggestive
that the demand for mass higher education is destroying standards,
I submit that the experience of the past forty years indicates that
higher education can be made available to the public without destroying academic standards. The problem, and here Rosenhaupt with his
insight into the "present mood of America" sees the issue, is in the
definition of "standards." Babbitt and Rosenhaupt both stand firmly
with standards of intellectual integrity and diversity of ideas, with
the "spirit of free inquiry." Yet are not the present pressures on higher
3 "The Critic and American Life," On Being Creative ( Cambridge, 193 2),
p. 224.
4 "The Quality of Education: An Editorial," Woodrow Wilson Fellowship
Newsletter, October, 1972.
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education directed toward substituting free inquiry and diversity of
ideas for the objective standards of job training and immediately accountable preparations? If so, does this not suggest that higher education had until recently so successfully responded in its own proper
way to the "encroachments of equalitarian democracy" to produce a
diversity of ideas and a broad-based creative skepticism among large
elements of youth, that society at large has determined that it prefers
a controlled equalitarian democracy as regards higher education?
If a controlled equalitarian democracy is a real or even a present
danger in higher education, then those in the academic professions
should move now to at least clarify the meaning of a higher education.
This could mean a much greater vigilance with regard to what is
included under the heading of a university degree; it should certainly
mean reconsideration of some areas which now receive higher education validation. It would mean our classrooms be less concerned with
reinforcing the immediate than with the identification and elaboration
of new and more productive modes of living. It would demand that
higher education assert an exclusiveness in a democratic society-the
exclusiveness of not having to conform blindly to "officially" recognized or prevailing social and political views. No doubt this would lead
to charges of elitism, but the essence of higher education in a democracy must be adherence to the standards of free inquiry, and to an opendoor policy for all who would devote themselves to meeting these
standards in order that our democratic society not root itself in the
present but be a constantly transcending entity.

O=====
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The Presence and Promise
of the New Consciousness
By BENJAMIN MEHRLING

The counter culture controversy-that is, the claims and denials
over the arrival of a new kind of person, a new breed, a new sensibility-widely discussed in the late sixties, has reached a new level of
intensity. The critics are now taking the initiative, putting forward
arguments intended to show either that the youth movement has been
faddish, ladened with contradictions, and a luxury of the "elitists,"
or that it never did exist except in the imaginations and wishes of its
identifiers and "discoverers."
I believe the critics have largely failed to take into account just
what the discoverers of the new sensibility have been trying to tell us.
Their evidence and arguments, which I shall review, soundly demonstrate the emergence of a new consciousness which is both durable
and expanding.
This being the case, then it is clearly time for those of us involved in higher education to respond appropriately to this growingand I think vital-sub-culture. Just as in past times we accommodated
education to, say, "aristocratic," "puritan," and "bourgeois" consciousness, we now ought to accommodate to the new consciousness. Therefore, I shall also suggest some approaches for the education of the
new consciousness, which, lacking a better term, I shall sometimes
designate simply as "new con."

EVIDENCES OF NEW CON
In order to make convincing the presence and nature of new con
I have chosen to outline the arguments of Margaret Mead, Buck-
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minster Fuller, Theodore Roszak, Charles Reich, Daniel Yankelovich,
and Carl Rogers. I assume the reader will regard at least most of
these persons as capable of writing authoritatively on this question.

New Con as "Prefiguration." We begin with anthropologist Margaret Mead who compares today's youth with frontiersmen entering
and settling a new and unknown territory. The only real difference between them and former pioneer immigrants, she observes, is that instead of geographical migration, theirs has been accelerated migration
in time.
Mead reminds us of a plethora of changes which have taken place
only within the past few decades-the period within which these
youth were born:
The invention of the computer, the successful splitting of
the atom and the invention of fission and fusion bombs, the
discovery of the biochemistry of the living cell, the explorations
of the planet's surface, the extreme acceleration of population
growth and the recognition of the certainty of catastrophe if it
continues, the breakdown in the organization of cities, the
destruction of the natural environment, the linking up of all
parts of the world by means of jet flights and television, the
preparations for the building of satellites and the first steps into
space, the newly realized possibilities of unlimited energy and
synthetic raw materials and, in the more advanced countries,
the transformation of man's age-old problems of production into
problems of distribution and consumption-all these have
brought about a drastic, irreversible division between the
generations. I

It is Mead's thesis that an irreversible generation gap has taken
place: "The break between generations is wholly new: it is planetary
and universal." Whereas for centuries elders reminded their youth, "I
have been young and you have never been old," our young people can
now correctly say, "You have never been young in the world I have
been young in, and you never can be!"2
Previously children learned primarily from their forebears (she
calls this postfiguration) ; their elders knew more because of their experience of having grown up within a cultural system. Today, however
they tend to distrust knowledge and authority of the past or to regard
it as inapplicable; they are therefore forced to depend upon one another for support and growth and judgments (prefiguration). "It is
1 Margaret Mead, Culture and Commitment (Garden City, New York:
Doubleday and Company, Inc., 1970), pp. 48-49. Emphasis mine. For a more
detailed and longer list of recent changes, see Alvin Toffier, Future Shock (New
York: Random House, Inc., 1971).
2 Ibid., pp. 49-50.
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not only that parents are no longer guides," she states, "but that there
are no guides.... "3
Another characteristic of the youth of whom she writes is their
identification with the entire world: they think in terms of
world community, even though they are acutely aware of the absence
of organizations and sanctions by which a world political community
can be achieved. This world-awareness has had associated consequences: their identification with all people is removing old distincttions between "my" group and "theirs." Indeed, for them, killing a
political enemy is not qualitatively different from murdering a
neighbor.
Finally, they are preoccupied with the present. They view their
inheritance from past generations as "a colossal failure" and they as
yet lack a compelling vision of the future or confidence that there will
be a future. Yet, they want somehow to begin all over again.4

New Con as " Universal Man." Buckminster Fuller, too, believes
he has discovered a world-consciousness among a large number of our
youth. Fuller, popularly known for his geodesic domes, but who prefers
to be recognized as a comprehensivist, relates that in his constant
travels around the world he is witnessing everywhere "the swiftly accelerating birth of world man," especially in North America. He applauds the Berkeley students who demonstrated at midwinter 1964-65.
That event encapsulizes his contention:
The students were not inspired by their loyalty to their own
particular family, to their particular college, to their particular
town. They were not interested in the state. They felt no loyalty
to their nation. Their elders were shocked. But the students had
not lost their fundamental idealism . . . . They felt it immoral
to be chauvinistic and patriotic. The young people were and are
only interested in the whole world and the welfare of all
humanity.5
Until recently the entrance of the universal person had been prevented by ignorance and obsolete knowledge, Fuller reminds.6 Now,
the youth "have at last glimpsed the realization that they no longer
must leave the solutions of the world's problems to the politicians or
to anyone other than themselves."? Design science and the new knowledge are firing their imaginations and hopes as they begin to realize
that it is possible for them to plan a good future which also is compati3

4
5

Ibid., p. 61.
Ibid., pp. 51-76.
Buckminster Fuller, Utopuz or Oblivion (New York: Random House,

1969), p. 248.
6

1

Ibid., p. 268.
Ibid., p. 183.

46

ble with the requirements of survival; that by "doing more with less"
here on spaceship earth ( as they have seen accomplished on oceangoing vessels and spaceships) there will be enough to go around; that
more wealth can be generated through cooperative planning than by
competition ; and consequently that war and starvation and deprivation are not inevitable nor insolvable.

New Con as "Counter Culture." Theodore R oszak, who popularized the term "counter culture," believes we are witnessing the entrance of a cultural phenomenon "so radically disaffiliated from m ainstream assumptions of our society that it scarcely looks to many as a
culture a t all. ..." Indeed, the offended are often inclined to misjudge
it as a "barbaric intrusion."8
According to Roszak, our industrial society has spawned a highly
integrated and efficient-but humanly debilita ting-"technocracy,"
which, in turn, has given birth to the counter culture. This "technocracy" is described as,
... that social form in which an industrial society reaches the
peak of its organizational integration. It is the ideal which we
usually h ave in mind when we speak of modernizing, updating,
rationalizing, planning. Drawing upon such unquestionable imperatives as the demand for efficiency, for social security, for
la rge scale coordina tion of men and resources, for even higher
levels of affluence and even more impressive manifestations of
collective human power, the technocracy works to knit together
the anachronistic gaps and fissures of the industrial society.9
The cruel consequence and ultimate insult of technocracy is social
engineering: "entrepreneurial talent broadens its province to orchestrate the total human context which surrounds the industrial complex." It infects politics, education, leisure and entertainment, culture
as a whole, and the unconscious drives. 10
Wha t went wrong? What conditions led people to consent to surrender their souls and m arch to the edge of annihila tion ?
For the answer Roszak takes us back to the sixteenth century,
which ma rks the beginning of an intensification of the obj ectification
of na ture (including the human body ) and the general acceptance
of the propositi on that science alone possesses the methods of "knowing." 11 Allowing for exceptions, epistemological blindness has prevailed since Bacon a nd D escartes proclaimed the superiority of the
8 Theodore Roszak, Th e Making of a Counter Culture (Garden City, New
York : Doubleday a nd Compa ny, Inc., 1969 ), p . 43 .
9 I bid., pp. 5-6.
10 I bid., p. 6.
11 Theodore R oszak, Where the Wasteland Ends (Garden City, New
York : Doubled ay a nd C ompany, Inc., 1972).
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scientific method. Gradually all nonempirical methods came under the
cloud of suspicion and contempt. Modes of knowing such as insight,
revelation, imagination, historical disclosure, and intuition occupied
either a low position or no place at all among the epistemological options. Mystery, oneness, symbolic attachment (including myth) were
crowded out by empirical arrogance.
Today, Roszak observes, the so-called scientific method reigns, and
post-industrial man kneels obediently before his sovereign- technocracy. In certain instances the obedience has been conscious; more often
it has taken place below the level of awareness. Most people never
question whether their empirical commitment is anything less than the
one true god. They simply behave that way.
Borrowing from the poet William Blake, Roszak uses "single
visioned" to describe persons comprising a passing and decadent culture. Single vision amounts to the triumph of reductionism ( dreams,
mysteries, symbols and myths are regarded as "nothing but ... "), loss
of soul, totalitarianism (technocracy), and impending environmental
collapse. (Incidentally, Herbert Marcuse uses the term "one-dimensional man" to designate the same condition.12 Roszak and M arcuse
share the view that science has become the dominator of man, but
whereas Marcuse advocates the alternative of historical transcendence,
Roszak calls for a return to the Old Gnosis, meaning a respect for
the various approaches to knowing.)
The scientific enterprise has survived and, indeed, thrived, by
clinging to certain spurious presuppositions which generate vigorous
public support.13 One of these is the assumption that science will lead
to the good life and the good society. Another is domination. From the
time of Bacon and Descartes science has been regarded as a method
of "controlling," rather than cooperating with or empathizing with
nature. Indeed, it was necessary first to desacramentalize nature ( to
think of nature as mere dead, objective matter) in order to get the
scientific enterprise moving. And a third single-visioned assumption is
the dichotomization of the world into objective-subjective, body-mind,
fact-value, natural-supernatural, and so on. While this tactic may have
been convenient for getting rid of the annoying intrusions of the "other
world," the attempted separation merely demonstrates the inadequacy
of science to deal with the whole of reality. It contradicts the historical and intuitional conviction that the world is "one."
The counter culture, an outgrowth of single-visioned culture, represents a struggle to recapture wholeness of the person and the world.
This new culture affirms a life style which contradicts single-visioned
culture: it is concerned about communitarian values and ventures, the
12 Herbert Marcuse, One-Dimensional Man (Boston: Beacon Press, 1964 ),
especially pp. 9-21.
13 Where the Wasteland Ends, pp. 178-263.
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non-intellectual aspects of human existence, the expansion of experiences and the use of various modes of "knowing," trust of feelings,
identification with nature, self-discovery and wholeness, cooperative
efforts toward social reform, and simplicity of life.

New Con as "Consciousness Ill." Charles Reich of Yale University Law School believes that the "corporate state" is generating rebellion, revolution, and even its own destruction:
It is our theory that the State itself is now bringing about
its own destruction. The machine has begun to do the work
of revolution. The State is now generating forces which will accomplish what no revolutionaries could accomplish themselves.
There is nothing the State can do, by possession of power, to
prevent these forces from bringing it down.14
Since the corporate state owes its existence to willing workers and
willing consumers, it tries harder every day to preserve the system by
keeping the worker contented and passive. But work and consumption
and life in the corporate state are becoming increasingly oppressive,
artificial, and unsatisfying. Increasingly people are doubting its
rationality.15
Reich claims to be able to identify three kinds of consciousness
existing within present society, however, in tension.16 Consciousness I,
the origins of which are rooted in the nineteenth century, is the traditional outlook of the farmer, small businessman, and the worker who
wants to get ahead. Consciousness II, the prevailing mode since World
War II, is in league with the corporate state. Behind a facade of optimism it views persons in pessimistic, Hobbesian terms, interpreting
human beings as aggressive, competitive, and power-seeking; it places
great confidence in institutions, bureaucracies, and organizations; it
accepts technological manipulation of man and nature; it chants the
myth of meritocracy. Especially is Consciousness II man characterized
by his bifurcated life: he disclaims personal responsibility for what
his organization or society does ; he lives as both public and private
m an with respect to the realm of values; and he accepts the administration of public and personal consciousness as a necessary function
of society.
Presently Consciousness III includes mainly youth and some adults
who have become aware of an alternative and vital life style. They
have a glimpse of just how desirable life can really be, as well as an
intense awareness of current dehumanizing and disastrous trends.17
14

Charles A. Reich, The Greening of America (New York: Random House,

1970), pp. 189-90.
15 Ib id., pp. 6-9.
16 Ibid. , pp. 21-40; 59-85; 217-63.
17 Ibid., p. 218.
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These persons, Reich believes, make up the vanguard of an approaching revolution, one which will not be violent nor successfully resisted
by violence.18
Consciousness III persons are seen by Reich as not primarily
political activists, a feature which Adelman scorns and ridicules-and
misunderstands. Adelman misses the point.19 Absorbed in criticizing
new con for lacking "will-energy" to prepare for and enter the institutional mainstream, he passes over Reich's explanation, which I
quote below:
The Corporate State cannot be fought by the legal, political, or power methods that are the only means ever used up to
now by revolutionists or proponents of social change. We must
no longer depend wholly upon political and legal activism, upon structural change, upon liberal or even radical assaults on
existing power. Such methods, used exclusively, are certain to
fail.20

In place of political activism as ordinarily understood, Reich predicts
an effective "revolution by consciousness":
The only plan that will succeed is one tha t will be greeted
by most social activists with disbelief and disparagem ent, yet
it is entirely realistic-the only means that is realistic, given the
nature of the contemporary state: revolution by consciousness.21
He distinguishes between the immediate and the eventual purposes
of new con, although these should not be understood as altogether
sequential. The first stage is mainly living out vital life, which itself
exposes the false premises of the corporate state and thereby weakens
its structures; and the second stage is taking roles in creating and administering a truly humanized society.22
Let us now look at a profile of this new revolutionary consciousness
taken either directly or inferentially from Reich:
The Consciousness III individual especially expresses liberation,
which means he is able to build his own philosophy and values. He
accepts no imposed system, values or goal, and, unlike Consciousness
II, he refuses to accept unthinkingly the goals set by society. He chooses
to live modestly in order to retain the freedom he cherishes.
He is energy-the energy of enthusiasm, happiness and hope, and
he draws energy from the group, the community, from eros, from the
uninhibited self, from his freedom from servility to technology and the
amenities created by Consciousness I and II.
1s Ibid., p. 4.
19 Clifford Adelman, Generations (New York: Praeger Publishers, 1972).
20 Greening of America, p. 300.
21 Ibid., p. 300.
22 Ibid., p. 307
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He emphasizes being true to one's self. He affirms life and seeks
constant personal change and growth. He is in touch with his feelings
and appreciates his body. H e believes in the worth of every human
being. He enjoys noncompetitive, nonjudgmental, honest relationships.
He is unimpressed by traditional motivations----competition, envy,
jealousy. He has little concern for titles and status, and no intense
ambitious concentration-he prefers to relax and see what happens.
He is suspicious of analysis, logic, rationality and principles, since
reason leaves out too many factors and values which experience has
proved to be vital and necessary. His sensitivity to injustice and his
feeling of responsibility combine to heighten his resentment of personal
helplessness and entice him into the decision-making arenas.
Before leaving Reich, let us look at his vision of the new society
which he believes the new consciousness can bring into being:
When the new consciousness has achieved its revolution and
rescued us from destruction, it must go about the task of learning how to live in a new way. This way of life presupposes all
that modern science can offer. It tells us how to make modern
science and technology work for, and not against the interests
of man. The new way of life presupposes a concept of work in
which quality, dedication, and excellence are preserved, but
work is nonalienated, is the free choice of each person, is integrated into a full and satisfying life, and expresses and affirms
each individual being. The new way of life makes both possible
and necessary a culture that is nonartificial and nonalienated,
a form of community in which love, respect, and mutual search
for wisdom replace the competition and separation of the past,
and a liberation of each individual in which he is enabled to
grow toward the highest possibilities of the human spirit.23

New Con as " The New Naturalism." We turn now to D aniel
Yankelovich's third survey and study of student values and attitudes.
Conducted in 1971 and financed by the Rockefeller Foundation, this
impressive survey discloses first of all that student alienation continues
and is increasing."24 Students tend to mistrust institutions, they believe the family structure is no longer working, they feel that our
present system of government is democratic in name only and that
special interests actually run things and manipulate the masses into
thinking that their opinions really count, and they find it difficult to
accept authority and power. Sixty-nine per cent rejected the traditional belief that hard work can be expected to "pay off"-an increase
of thirty per cent in just three years! So much for increasing alienation.
Ibid., p. 19.
Daniel Yankelovich, The Changing Values on Campus ( N ew York:
Washington Square Press, 1972), pp. 3-82.
23

24
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Yankelovich discovered also that while a stabilization of certain
cultural characteristics reminiscent of the late sixties is taking place,
the same students tend to reject the kind of political thinking and
methods associated with that period. This separation of the cultural
from the political should not be interpreted as an abandonment of the
political sector, he cautions. Rather, students are concluding that the
approaches of those years were not only unproductive and counterproductive, but that the methods used at that time contradict their
life style and world view. In short, the political methods employed to
achieve social and political reform were inconsistent with the more
powerful revolution currently in operation.
Those in the vanguard of the cultural revolution mistrust
the use of power. They see power as a form of bulldozerism.
They believe that transformation in people's basic values must
take place without the need to employ coercive power because
power destroys the very values they wish to advance.25
A "positive idea" is energizing the student movement, Yankelovich believes: it is "The New Naturalism." Just what does he mean by
the new naturalism?
The essence of the idea is that we must initiate a new stage
in man's relationship to nature and the natural. In the hierarchy
of values that constitute man's conception of summum bonum,
the student-led cultural revolution elevates nature and the
natural to the highest position. Whatever is "natural" is deemed
good; whatever is artificial and opposed to the natural is bad.26
Although it is not always clear just what is natural and why, it
would seem that the natural at least fulfills inherent human needs
which at present are being frustrated. He lists eighteen aspects of the
natural which reside either implicitly or explicitly in the movement's
philosophy of nature. I have condensed his list in the following comparative fashion: 27

The New Naturalism
A2-Interdependence
of
all
things and species in nature,
cooperation, individuality.

The "Passing" Sensibility
Al-Darwinian concept of survival of fittest, competition,
individualism, mastery over
nature.
Bl-Objectivity, trust of conceptual knowledge, scientific method, detachment.
2s
26

21

B2-Trust of sensory experience,
celebrating the unknown
and the mystical and mys-

Ibid., p. 179.
Ibid., p. 169.
Ibid., pp. 169-71.
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terious elements of nature,
truth by direct experience
and involvement, less emphasis on Bl.
C2-Living close to nature, living in groups, looking and
feeling natural, nonverbal
expressions, self-knowledge,
authority by winning respect, introspection, rejection of rules which interfere with natural expression and function.

Cl-"Artificial" organization, social artifices and rules supporting this consciousness,
"official" authority.

New Con as "The Person of Tomorrow.'' From his direct experience as a psychoanalyst and leader of encounter groups, Carl Rogers
flamboyantly announces the entrance of "new man," the "person of
tomorrow" into history.28
This new man is described as almost the antithesis of the puritan
man; his characteristics run counter to the orthodoxies, dogmas, forms
and creeds of the major western religions; in his person he contradicts
traditional views of management, education, the military, uniformity,
marriage, bureaucracy. He has no use for highly structured institutions;
he values organization which is fluid and adaptable.
Especially he insists upon authenticity; he reacts against sham,
phoniness, pretense, wherever he finds it. Although he has often been
accustomed to the affluent life and readily makes use of material
things, he is unwilling to accept material rewards and material things if
they mean he must compromise his integrity in order to do so.
He seeks community, closeness and intimacy, shared purposes, and
he values both verbal and nonverbal communication. Accepting the
transitory life as a fact of life, he moves in and out of groups easily,
but he quickly develops close bonds when he enters a group. He can
cooperate with others with great effectiveness, not in order to conform
or to be a good fellow, but to pursue goals which he is convinced are
valid or meaningful.
He is a searching person. He accepts uncertainty, and he is willing to live with anxious uncertainty. There exists a certain rhythm
within his life-between change and stability, between anxiety and
temporary security. He likes to be close to elemental nature.
He is an open person-open to himself and close to his own feel ings. He is also open and sensitive to the thoughts and feelings of
2 8 Carl Rogers, Citizens of the Seventies: A New American Man (From a
transcription of a taped radio presentation by the National Inform ation Network from Northeastern University with cooperation of the Associates for
Human Resource&.)
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others. He is able to communicate with himself more than any other
previous man. He is spontaneous. He trusts his feelings, experiences,
and potential. He is outraged about injustice, which he regards as unnecessary. He is vitally alive.

The six summaries of the new consciousness, identified as Prefiguration, Universal Man, Counter Culture, Consciousness III, The
New Naturalism, and The Person of Tomorrow, are strikingly similar.
With forcefulness and confidence resulting from calculated observation
and analysis, they proclaim the historical arrival of a new kind of
person.
THE SIGNIFICANCE OF NEW CON
The six conclusions are identical: a historical event of the arrival
of a new kind of person has taken place. And the six profiles of this
new person are remarkably similar.
Let us now tum to three other areas of consensus which have been
alluded to but now require closer examination. They are "uniqueness," "permanence," and "urgency."
Uniqueness. The emergence of new con is a historical event without parallel in history. Naturally one is tempted to abstract particular
features, such as Rousseauian primitivism, and thereby identify the
movement with another era, but such an attempt ignores other evidences and the historical context. Perhaps the most powerful argument
posited for the uniqueness of new con is the new setting-brought about
by accelerated change, technology, and new information.
One should also resist the temptation to regard new con as simply
another facet within American pluralism. Alvin Toffier, for example,
would have us believe that the arrival of technology has made possible the survival and expansion of the idea of pluralism, that new con,
therefore, can coexist within the total pluralistic setting of which
American tradition prides itself. This is clearly not what the writers
whose views I have summarized have in mind. The pluralistic interpretation undermines the redemptive character of new con.
Finally, one should avoid identifying the new consciousness with
certain reform movements. Black power, women's liberation, gay liberation, and the new left-to name just a few-are not examples of
the new consciousness, although new con may be sympathetic to some
of their goals and even participate in their cause. Movements of the
kind mentioned are essentially imitative of and congenial toward the
tactics and assumptions and goals of the establishment. Their approaches and presuppositions are basically inconsistent with new con.
Permanence. Although this new subculture should not be regarded
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as unchanging or unchangeable, neither should it be thought of as a
mere fad, soon to disappear. We can expect new con to be with us
for at least the foreseeable future. According to Carl Rogers, "he is
not a spot on the evolutionary line, soon to die out or be discarded;"29
Daniel Yankelovich predicts "the new naturalism will continue to grow
at an ever-increasing tempo ;"30 Theodore Roszak assures us that
"the generational revolt is not likely to pass over in a few years' time,"
and that its numbers and influence will increase ;31 and we repeat
Buckminster Fuller's observation that, "In my constant travel around
the world I witness everywhere the swiftly accelerating birth of world
man."32

Urgency. Most importantly, our writers agree that the disappearance of the new consciousness could result in disaster.
Victor Ferkiss, professor of government at Georgetown University,
has written a sobering book in which he recognizes two incompatibilities: the arrival of the technological age, and the continuation of social-industrial control by "bourgeois man." Since Ferkiss does not
acknowledge the arrival of the new consciousness, he anxiously awaits
the entrance of "Technological Man" onto the scene before disaster
takes place. Vacillating between hope and dread, he writes:
Humanity is on the threshold of self-transformation, of attaining new powers over itself and its environment that can
alter its nature as fundamentally as walking upright or the use
of tools.
On the other hand,
... there are certain patterns of institutional and personal
behavior that are almost as resistant to change as those of the
lower animals and social insect.33
Ferkiss sees a combination of the "animal irrationality of primitive
man , with the calculated greed and power-lust of industrial man, while
possessing the virtually God-like powers granted him by technology"
as leading to "the ultimate horror." 34
Human survival requires that nineteenth-century industrial man be
replaced by Technological Man, the latter described in terms similar
to those already used to describe the new consciousness.
It is not an overstatement to say that the discoverers of the new
Ibid., p . 3.
Changing Values on Campus, p. 179.
Making of a Counter Cul.t ure, p. 40.
32 Utopia or Oblivion, p. 340.
33 Victor C. Ferkiss, Technological M ,a n (New York: New American Library, 1969). p. 28.
34 Ibid., p. 34.
29
30
31
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consciousness regard those persons as nothing less than saviors of
society, of the future. Charles Reich talks about the time when the
new consciousness "has rescued us from destruction" and later on
claims that "only (new con) can make possible the continual survival of man as a species in this age of technology."35 Should the new
consciousness fail, Theodore Roszak predicts,
. . . there will be nothing in store for us but what antiutopians like Huxley and Orwell have forecast-though I have
no doubt that these dismal despotisms will be far more stable
and effective than their prophets have foreseen.36
Carl Rogers believes that new con "can create a culture which will
nourish and nurture those qualities" of the new consciousness, "for it
may be that [new con] holds a great deal of promise for all of us and
for our future." He continues,
In a world marked by incredibly rapid technological change,
we desperately need his ability to live as a fluid process. In a
world characterized by overwhelming psychological sham and
pretense, we certainly need his uncompromising integrity.37

And Margaret Mead has said that inasmuch as we have survived to
see post-World War II babies enter adulthood, there is hope for the
future through them.38
Earlier we recalled that there have been other instances of the
arrival of other sensibilities into the world. Their impact, in some
instances, was felt for centuries, even to this day. The "puritan consciousness," to name one, stubbornly persisted and penetrated and
reshaped virtually every sector of American life. It is my view that
we should regard the entrance of new con with utmost respect and
sober consideration.
We have examined evidences and descriptions of the presence and
character of the new consciousness. We have seen that it is unique,
that it is not passing or faddish, but entrenched and expanding. We
have been shown that it offers not a threat but hope for a very desirable
future, and we have been warned that catastrophe could follow its
failure . These are important reasons for inquiring into appropriate approaches for the education of the new consciousness.
APPROACHES TO EDUCATION
The new person, says Carl Rogers, knows traditional education as
it really is-"the most rigid, outdated, incompetent, bureaucratic in35
36
37
38

Making of a Counter Culture, p. 19.
Ibid., p. xiii.
Citizens of the Seventies, p. 7.
From an address delivered at Ford Hall Forum, Boston, October 8, 1972.
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stitution in our culture." He questions whether educators and administrators can learn to communicate with this new person, whether they
can hear him, understand him, participate with him, and allow themselves to become involved in significant relationships with him.39
Still, he, like the other identifiers of new con, echoes Roszak's claim
that the saving promise of new con makes urgent the need to understand and educate him.40
My concern here is not to present proposals for new structures
and new methods, but rather to introduce four "approaches" which
correspond to four beliefs held by the new consciousness: the comprehensiveness of the world; the desirability of cooperative intelligence; the urgent need to set out in new directions which are compatible with nature and human nature; and the concern that the achievement of full humanness is at least as important as the attainment of
other knowledge and skills.

Collaborative Approaches. By collaborative approaches I mean
shared intelligence, cooperative planning and activity, engaging dialog,
egalitarian relationships, mutuality and interaction, the formation of
a network of obligations. The values associated with collaborative
approaches are compatible with the assumptions of new con. Indeed,
such persons tend to feel comfortable in diological situations.
The fundamental presupposition of collaborative approaches is
that truth does not "descend" from "on high," but rather emerges
from a patient, expectant, and shared search. The traditional model of
the pyramid of vertical line is replaced by the horizontal circle; and in
place of "up" and its term-equivalents, the authoritative term is
"dialog." It is thoroughly egalitarian.
As pre-institutional in nature, collaboration places institutions and
structures at the disposal of group creative interaction, to be shaped
and reshaped as the result of deliberation. It is not anti-structure, but
averse to institutions as determiners of values and courses of action.
Collaboration is especially helpful for generating an atmosphere
which is conducive for analysis and criticism, as well as for satisfying
the need for clarification and synthesis. Furthermore, it promotes confronta tions with another's views, the unexamined goals of society, and
the various internalized myths and images of reality.
Collaboration depends upon and respects the experiences and
knowledge of all the participants. The teacher is fellow-teacher and
fellow-learner with the students. The information explosion, the easy
access to information and ideas outside of class, and the diversity of
experiences of the participants assure that sharing brings more relevant
information and insights to a situation than if one person, presumably
39
40

Citizens of the Seventies, p. 7.
Making of a Counter Culture, p. 1.
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the instructor, were to assume the traditional role of dispenser of
knowledge and wisdom.
Collaboration can stimulate the development of individual intentionality, creativity, and a sense of importance and potency, as well
as produce an even greater sophistication and increased confidence
in the grouR process. Furthermore, experiencing success through collaborative approaches tends to expose the dehumanizing aspects and
other weaknesses of authoritarian, hierarchial, and competitive approaches, while enhancing the attractiveness and merit of cooperative
ventures.
Collaboration tends to liberate individuals to question, explore,
trust and appreciate themselves, as well as to strengthen their belief
in the desirability of interdependence over and above dominationsubmission or nineteenth-century independence. It leads persons to
realize how much they need one another, and its success in college or
university could influence its use in other sectors. It could lead to a
revival of democracy.

Holistic Approaches. By holistic approaches I mean emphasizing
unities, networks and webs, interconnections, relationships, coherence,
interdependencies. We have seen that the affirmation of unity is one
of the internalized commitments of the new consciousness.
Holistic approaches are compatible with the search for a world
view---community, commonality, harmony, world accord. Holistic approaches recognize that events taking place on one sector of the globe
affect the whole, that the world is one. They acknowledge the importance of cooperative over exploitative relationships with nature.
A comprehensive world view implies concern and responsibility for
the happiness and well-being of the world community; it recognizes
that a great deal of misery in the world is unnecessary; it assumes
that a developed world view extends the boundaries of responsibility;
it argues that the benefits of science and technology should be used to
reduce the misery within the world; it affirms that individual identity
will be strengthened, not lost, as a person closely identifies with the
entire family of man.
Not only is the world a unity, so is mankind, and so is the person.
Each individual is a mind-body, an integrated whole related to the
system of wholes-mind-body-society-nature: totality. Holistic approaches can sensitize a person to the realization that the goals, needs,
and desires of human beings everywhere are strikingly similar, if not
identical.
Commitment to holistic approaches further implies respect for a
broad spectrum of modes of understanding. This means first of all that
the scientific method will be placed in proper perspective alongside
other modes of discovering truth. It means that a consideration of the
various methods-comprehensive coherence-will be employed in
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seeking truth. It recognizes that the same conclusions may sometimes
be reached by various modes of discovery and that in other instances
one form may lead to a truth which another is altogether incapable
of reaching.
In sum, holistic approaches in education affirm the unity of the
person, the commonality of mankind, the comprehensiveness of the
world, the interdependence and connections of events, and a responsible concern for the well-being of persons comprising the family of
man and for nature which supports that family.

Solutions Approaches. When Robert Kennedy said, after
Bernard Shaw, "Some men see things as they are and say, 'Why?' I
dream of things that never were and say, 'Why not?'" he echoed the
spirit of the new consciousness, and he knew it.
Solutions approaches, thoroughly compatible with the new consciousness, m eans that the emphasis in higher education be shifted
from problem definition to problem solving. What the new con student needs is reassurance that m any of our existing problems can be
solved; he needs an institutional environment which supports the idea
of an open future; he needs encouragement to follow his inclination
to participate cooperatively in shaping the future; he needs the skills
and knowledge which can help him create and test solutions as well
as to understand theoretical and historical information.
The professor with the financial grant and assignment to carry out
research and m ake recommendations ordinarily represents formal education's involvement in problem solving, while students learn about
wars, prisons, kingdoms, reforms, tycoons, corporations, and the like.
Students are presented reportings of former and present attempts of
"experts" and politicians to solve problems, but not taught in any
serious way to redirect the present by discovering and correcting the
errors of the past or to solve the problems of today's and tomorrow's
society. Problem defin ition, I believe, reinforces a sense of helplessness and passivity rather than intentionality and public responsibility.
I regard the work of R alph N ader and his associates as an excellent
example of solutions approaches.
Included in solutions approaches is valuing and decision making.
A meaningful and, therefore, relevant education for the new consciousness, disencha nted with traditional authority and facing an uncertain
future, requires struggling with the relationship of information to
values to choosing. Choice problems are now overtaking production
problems. Choice options will continue to increase. Consequently, the
problem of deciding among competing alternatives is an important
aspect of solutions approaches.
Obviously, solutions approaches will lead to the shift of a considerable amoun t of education to present and future tense. This is not
intended to suggest a disregard for the past, as previously noted, but
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using the past for vital immediate and future purposes. The shift
could very well strengthen one's attachment to the past and develop
his appreciation for contributions of the past.
We should expect that students involved in solutions approaches
will want to initiate and take part in effecting change. However unsettling this may be for others, they should not be prevented or
discouraged.

Humanizing Approaches. We have observed that the development into personhood is a major interest of the new consciousness, that
new con tends to be attracted to authenticity and repelled by phoniness.
Dialogical, comprehensive, a nd problem-solving approaches are all
supportive of personal development.
Although questions pertaining to one's existence have always been
enticing, with the arrival of the new consciousness they have reached
a new dimension of significance: who am I? who is man? what is
meaningful living? wha t constitutes the authentic and the phony?
Questions having to do with identity are not isolated from those dealing with relationship: how shall I relate with others? how do I enter
into relationships which are mutually satisfying and, when desirable,
productive of shared goals? Combined with the pursuit of personal
identity and shared experiences is a third question: what shall be my
"life style"? how shall I live out my life?
Approaches in higher education which I regard as humanizing
are those which promote self-apprecia tion and self-understanding; cooperative inquiry and the skills and attitudes of interaction; a sense
of interdependence; sophistication in skills needed to control one's
own life and to change one's own attitudes, ideas, and behavior;
affiirmation, control, and appreciation of one's own body; participation
in institutional and social redemption ; personal security to respond intentionally to pressures of conformity, tribalisms, provencialisms, and
chauvinisms; awareness of one's inner resources as well as one's abilities and limitations; enjoyment of natural beauty and expressions of
human creativity; identification with the world's people; ability to
make choices and to recognize that one's choices affect the lives of
others; the development of a personality structure that will not be overcome by disappointment, failure, or despair ; a capacity to enter into
empathic relationships with others; taking risks; liberation to curious,
creative, and experimental ; using the past with effectiveness and satisfaction; and affirmation of uncertainty and change.
We can benefit from Carl Rogers' suggestion of four ways our educational institutions can help students to develop as truly human. They
are ( 1) through bringing students face to face with the real problems
of their existence, (2) through teachers who are themselves whole
persons, men and women with ideas, feelings, and personal needs,
as well as knowledge and skill, who demonstrate wholeness in their
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relationship with students ( I would include other mediators of being
as well), ( 3) through an atmosphere of acceptance and understanding
rather than judgmentalism, and ( 4) through the provision of all possible resources for learning, including many not ordinarily connected
with traditional education.41
In summary, I have attempted to demonstrate the historical entrance and significance of a new kind of person, and to propose approaches which could vitalize his education. I have tried to be persuasive: nothing, however, could be more persuasive than for the reader
himself to engage in a collaborative-holistic-solutions-humanizing approach, combined with an emphatic relationship . In that context he
will discover for himself, I believe, students deeply committed to meaningful and purposeful learning; he will discover, too, I believe, as I
have, the presence and promise of the new consciousness.
41
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Jonathan Harvey Coxgull:
An Experiment in College Teaching
By

FRANCIS

L.

GROSS, JR .

I should like you to take a trip with me to an undergradua te general studies class, a course that grew from the kind of course that was,
back in the fifties, required matter for all undergraduates in college.
This one is an upper class elective having to do with Human Communication. Rather than make a carefully drawn comparison with
other and older teaching styles, I'm just asking you to come along.
Some thirty students and I assemble in a classroom, the walls of
which are composed of plastic-covered grey cinder block. The floor
is blotchy asphalt tile, green blackboa rd in the front of the room, indestructible teacher's table of laminated wood topping with steel legs,
posture-type lecture chairs for students. There is a small fortress-like
gesture of a slit window in the corner, more or less impossible to open
or close, depending on the vagaries of what student or professor last
tried to jimmy it open or shut. In short the room has an antiseptic
aura reminiscent of the inside of a battleship. It is clean but not decorative. The chief sign of human life other than my bearded and professorial presence and the varying denims of the students is a decided
odor, bodily in derivation, redolent of the proverbial monkey cage.
Classrooms through the ages have not been noted for their decor. The
"functional" confines of Dunbar 4030, built with a backlog of centuries
of experience and technology, does make one wonder if teachers and
students ever talk to the architects who design the battlefields where
we mutually do our thing in college. Oh yes, the room is well lighted
and nearly proofed for sound with respect to other classrooms in the
building. It was constructed in 1970 at the expense of the taxp ayers
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of the sovereign state of Michigan and is located on the campus of
W estern Michigan University. Be it said, this is not a slam at my
school in particular. I feel it will be recognizable by most folk who
have a ttended large schools during their college undergraduate education-from Harvard to the University of Hawaii. My concern is to
bring you to my classroom; and here it is.
As the students enter, let's note that in previous classes we have
been doing a study of the phenomenon of fantasy, in particular as it
has been described by Dr. Harvey Cox in his small book, entitled A
Feast of Fools. We have concerned ourselves with the function of
fantasy in man's life, its somewhat dilapidated state in Western technological society, and the reasons for that moribund state. The assignment for this present session is Richard Bach's small best seller about
a seagull named Jonathan. In a previous class the students had shown
grea t enthusiasm for this small fantasy-call for man to seek perfection
and love, no matter what the cost.
As the students drift in for the beginning of our two-hour session,
I distribute to each a worksheet with eight short questions concerned
with relating the story of Jon Seagull with Dr. Cox's theory of fantasy.
There is a brief period of shock among my friends at the thought of
performing such an exercise of mental gymnastics, but then, having
exactly fifteen minutes to complete the exercise, they begin the painful
task of examining carefully whether an abstract theory fits a very concrete example. At the end of the fifteen minutes the students are requested to form groups of four to five persons, bringing their papers
with them. They are then given a sheet with the same questions, one
sheet to each group. Instructions are to arrive at some sort of group
consensus as to the answers. The groups are encouraged to argue, to
collide in their heretofore struggled for but differing conclusions. They
are told to avoid conflict reducing techniques such as vote taking
and horse trading in arriving at a common series of answers. Their
group pa per should represent at least some consensus on the part of
each member of the group for each of the questions. A half hour is
given them to work it out. I travel from group to group, needling,
prodding, watching for symptoms of horse trading or voting. The noise
level in the room, if not horrendous, is considerable. Passions, God
save the mark, as well as intellectual convictions tend to arise. At the
end of the half hour, I collect the group papers, discard the initial individual endeavors, noting to the class that I will grade the papers
ruthlessly, each member of each team getting the same mark. Nearly
an hour has passed.
H aving noticed in a previous class that a large number of the
students feel that reading the exploits of the bird Jon has "changed
their lives," "represents the freedom and imagination of the student
culture," etc. I devise the following simple exercise.
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Each student is presented with one legal sized piece of paper. From
this paper each is instructed to construct the most perfect flying
machine he or she is capable of. When the vehicles a re completed, a
vote will be taken by the class at la rge as to the flying machine that
is best. After a very brief period, perh aps five minutes, in which I use
my dictatorial image to get them started, I leave the room with instructions for them to call me when the machines are completed, and the
vote has been taken .
From m y position outside the classroom, ostensibly correcting
papers, I again note noise that can only be termed boisterous. A teacher
across the hall, who prefers to teach with his classroom door open, to
avoid asphyxia tion, I presume, eventually becomes incensed when the
students begin testing their va rious craft for flight in the corridor. I
remain assiduously out of sight. The noise subsides. A student quietly
shuffies into my abode of privacy with the news tha t the vote has been
taken.
About half an hour has elapsed from the giving out of the m aterials
for the flying m achine. As I enter I see proudly displayed on the
teacher's table, a glider tha t any one of us could have made, perhaps
with more dexterity, in the fifth grade. Softly I tread a round the room,
picking all manner of imagina tive gliders from under lecture chairs,
from comers of the room, and from the large, metal institutional waste
can provided thoughtfully, for such occasions as these, by the custodial staff. I discover a glider tha t will sail in a perfec t circle, demonstra ted by its irate but outvoted creator. I find a wadded up ball of
paper, which, when thrown, moves with greater speed than any of the
other gliders. I unearth a perfectly contoured oval piece of p aper
that will glide farther and more gracefully tha n any of the others.
Lastly, underneath m y table, I note a huge but neatly rolled facsimile
of wha t my generation called a reefer, referred to in this corner of
the counter-culture as a "J." the perfect flying machine.
All are assembled on the table. I pose the question briefly that if
they all identify with Jonathan Livingston Seagull, the gull tha t da red
to fly faster, the bird who paid the price of being di fferent, why did
they, the students, who think of themselves as innova tors and dreamers, choose of their own volition, such a shockingly conventional glider
in the face of such overwhelmingly superior vehicles, m anufactured by
their own peers. Time is up. The two h ours are gone; the students
leave with another reading assignment for our next class.
I ask you now to think with me through our experience. First
of all, I test at the beginning of each class, and tha t is surely a fascist
approach to my hallowed profession. Secondly, I often use the grouptest method described above, in one form or another. Tha t surely violates the American spirit of competition. Yet I grade these group efforts, shades of Chairman Mao!
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There is not a lot of lecturing in such a class. And thus I undercut
the whole teaching profession, for what am I to do, if I do not lecture, imparting my wisdom, attained through years of formal and
informal education, to the uneducated young people before me?
Indeed, is it not most unprofessional to have a group of college
juniors and seniors spend nearly half a class making gliders? It's
downright anti-intellectual.
"Well," I could say, "It's fun, anyway," but that seems an inappropriate response, because schooling is not supposed to be fun. Or
I might say, "At least the students get to know each other a little."
But after all the classroom is not the place for that-even if the students did discover in that class one of their number who is an aeronautical engineer, another who is a poet, and still a third who had
read a lot about the phenomenon of conformity in our culture.
In bringing this entertainment to closure, let me note that all the
techniques involved have been borrowed from people working within
the business community in their attempt to teach teamwork, and hence
higher production, in industry, as well as creativeness in approaches to
industrial management problems. It is interesting to me that on the
undergraduate college level at least, the world of the academe still
is so often suspicious of classroom events similar to the one I have
_iust described.
For those who think that the professor will have nothing to do,
were he or she to embark on a classroom style which demands the
use of different academic disciplines, a knowledge of how groups of
people can learn from each other and not just from the teacher . . .
for those who think that daily written feedback from classes for the
professor does not make the professor sweat, or that the adaptation of
such structured experiences as The Airplane Exercise to a particular
intellectual and emotional climate is a simple matter-for all these assembled questioners I have but a simple answer. The price is blood,
the professor's mainly. The reward is an occasional increase of curiosity
and questioning on the part of the student. A byproduct, not the
least, is a festive air in the classroom.
As a postscript I might add that my description of our classroom
was not a chance prescript to this essay. It was intended as a symbol.
It is a symbol of impersonality and sameness. My students study and
live and eat in a decor similar to that room. There are roughly 20,000
of them at my school. They are strangers both to me and to each other
on the first day of class each semester. If I am to get them to share
experiences, and hence to aid each other in the learning process, I
must somehow be an agent in breaking down within them the formidable barriers of the "Battleship," with its stifling sameness, impersonality, and functionality. For this reason I do what I do. Is it here appropriate to say a somewhat secular "Amen"?
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Mu ltiple Amputee
A haunting relic of any war is the multiple amputee. For some time
American higher education h as been producing his cultural equivalent.
I refer to the knowledgeable gradua te equipped to do nothing.
This is not the person thwa rted by the ha rsh job ma rket for the
educated . I t is, ra ther, the m an who knows Aristotle but cannot fix
a flat. I t is the man who has consulted the Principia Math ematica but
cannot figure out his income tax.
For ages, Liberal Arts education has been peddled as the education
of the "whole man. " In practice, however, it has usually dealt with
him only from the neck up. Informa tion and thought h ave been m agnified to the near exclusion of values and feeling or skills and p ractice.
True, there have been exceptions, and every educator thinks he
is one, but generally speaking, the Liberal Arts student or gradua te is
deeply confused, disappointed and frustra ted . H e is aware tha t his college has taught him to think, but not to be a person or to do a job. For
education to neglect these dimensions of the heart and hands is to
produce something more tragic than the mu ltiple amputee. I t is to
produce a truncated head, absolved from personhood and detached
from practicality.
A student put it to m e this way: "After four years of being held
off the job m a rket because there was nothing needed for m e to do,
it hurts to graduate and lea rn I can do nothing ! And worse than tha t,
I feel so uncertain as to who I am, anyway." This, I submit, is the
crisis in L iberal Arts.
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A Divided Heritage
For a long time we have followed two basic paths of learning in
America. We have called them Training and Education. The first was
to provide practical skills, what the Greeks called techne, and the
second was to enlarge man's self-critical awareness of life-something
the Greeks called sophia.
How the two got increasingly separated is a complex tale, but
blame much of it on man's perennial caste mentality. Although Americans claim that all men are created equal (John Locke, our patron
philosopher, actually said we are all born empty, and you can't get
much more equal than that), we have always known that they don't
stay that way long. Some turn out to be manual in their orientationand better or worse at it-while others turn out to be cerebral. Since
thinkers seem rarer they have been considered superior to fixers and
makers. Certainly it has been clever of the thinkers to get that across.
Savor the hierarchical overtones of Thomas Aquinas' definition
of Liberal Arts as he comments on Aristotle's Metaphysics:
Only those arts are called liberal or free which are concerned with knowledge; those which are concerned with
utilitarian ends that are attained through activity, however are called servile.
Servile is it? Yet we have always been uneasy about this hierarchy,
realizing that each of these arts has what the other needs, and that
the most admirable of men have somehow combined thinking and
doing. Both common sense and our ancestry have conspired to urge
this on us.
Western education has two sets of spiritual ancestors: the Classical
Greeks a nd Biblical Hebrews. Although Greek literature is filled with
advice for proper living, the life of the mind tended to be exalted
over all. The notion seemed to be that if a man knew enough, this
would include knowing what was good, and if he knew the good he
would automatically do it. Thus, an informed and thoughtful mind
produced the good life. Reason was soul brother to righteousness,
or wisdom as they chose to call it.
In the minds of numerous Greek philosophers, the ideal life was
one of pure contemplation, or at least, very leisurely discourse. It is
small wonder that the Greek word schole, from which we derive
"scholar" also meant leisure, idleness, nonactivity. Clearly, a thinker
was not expected to be a doer.
Just as the incapacity of long fingernails once marked the elite in
the Orient, unemployment was the mark of the scholar in Greece.
Small wonder that we who have aped the Greek mentality in education
have created campuses which resemble nothing so much as a country
club.
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The Hebrews sought to relate knowledge and practicality. When
two Greeks met in the market place their characteristic question might
have been, "What do you know, Joe?" But when two Hebrews met
it was more likely "How's business?" To the Hebrew, the most important thing was not what a man knew, but what he did with what
he knew. Goodness was not automatic with learning. The world is full
of clever devils.
Whereas to the Greek, the highest form of knowing was a gigantic
blueprint of pure concepts, to the Jew it was ethical laws-guidelines
for what to do with what you know. Truth, for the Jew, was a matter of heart and hands as well as head.
The language of the two cultures is suggestive. Truth, to the
Greek, meant an ultimate point of reference. To the J ew it had the
definition "that which can be depended on to work." When the Greek
spoke of truth, the characteristic verb he placed in front of it was "to
know" or "to think," and this is our habit to this day. But when the
H ebrew spoke of truth he often put the verb "to do" with it. To do
the truth almost sounds like bad grammar to us, for we have become
so brainwashed by the ideal of schole.
L ately the phrase "tent making" is being hea rd among the young.
This heritage began with St. Pa ul, that incredibly learned rabbi of
the Judaeo Christian tradition who earned his living wherever he went
by using the trade he had acquired at Tarsus: tent making. The new
popularity of blue collars among H a rvard graduates is more than a
matter of egalitarian, revolutionary window dressing. Nor is it simply
the mark of those desiring to actualize their metaphysics courses in
new social institutions, though that is hardly absent. It is essentially the
mark of those who want to be knowledgeable on the one hand, and
also competent to do something on the other. Higher education must
become answerable to this double demand.
The Wisdom Side: Sophia
The essence of education is that it be psychedelic. The enlargement of personal identity and awareness is basic. Education is a m a tter of growing, pure and simple. Daniel Boorstein has written that
the heart of education is not a matter of the student learning what he
doesn't know, but of his lea rning what he doesn't know he doesn't
know. If one is taught wha t he doesn't know, this is a matter of
only filling in the blanks in the perspective he had in the first place. But
if he is led to the awareness of what he didn't know he didn't know,
then he comes to whole new perspectives in addition to the one he
started with-and he becomes self-conscious of his original perspective from the vantage point of the new one. His very life is enlarged.
H e has grown from the center.
A man's life is no richer than the number of perspectives by which
he is able to see it. And only a man who is fully aware of more than
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one way of seeing life is even conscious of the fact that he has a perspective, and how come.
The humanistic core of Liberal Arts has always been this concern for man's lifelong outgrowing of himself. It has provided him
opportunity and stimulus for the formulation of provisional total
views of life. It has encouraged him to find his own larger orientation
and commitment through restless dialogue with the great orientations
and commitments which have molded the human spirit.
The truly liberal man is a borrower of pieces of identity and
world view from many sources. He is ever willing to outgrow his
latest composite if experience should one day fall into a more likely
pattern. Thus, a curriculum adequate for today must make a man
feel at home in the ageless dialogue of ideas, men, creations and events.
Not to know this heritage is to be an orphan, and the inability to
design one's own identity from it makes one a slave.
Such a curriculum must make the student alert to the models by
which men think today-models often very different from the Seven
Liberal Arts of the medieval university still mirrored in the departmental set up of most schools. Anyone familiar with the modern world
of affairs who examines college strategies soon grows restless with the
sheer unreality of curricular compartments. In the realm of artistic
creativity, what discreet lines exist anymore among music, painting,
drama and literature? In the sociometric sciences of cultural management where are the functional divisions of sociology, political science,
economics? In real life, how are the reflective thinking of philosophy
and the thoughtful commitments of religion divorced? And in the
natural sciences, where are the dotted lines we cut on to separate
chemistry, physics and biology?
Any packaging of learning opportunities is very incomplete, however, unless student self-expression is the constant measure of his
achievement. The student is not a vessel to be filled. He is a lamp
to be lighted, and he must be given opportunity to express his vision
and identity in his studies. Only as one constantly tries himself out
does he find himself.
This activistic self-awareness is a dangerous process if it is not
supported by a careful counseling program. The experience of genuine growing is a tense and awesome adventure . The psychological
problems of undergraduates are enormous already, and likely to be
greater in a school that seriously works with students to achieve a
sense of identity.
There is wisdom in the Jewish Talmud which claims that men
left together have a way of healing each other. This tends to work
even with undergraduates. But there can be no substitute for professional counseling staff and, above all, a faculty equipped and encouraged to deal in interpersonal support. The heart of the matter in
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faculty counseling is this: availability is as crucial as competence.
"Office hours" must count for nearly as much as class and committee
assignments in the reckoning of faculty responsibilities.
But with these concerns, another central issue emerges. Just how
much of the curriculum should be in the form of general requirements? At present, when the structure and economics of Liberal Arts
learning are called into question totally, an attitude of "let the student study what he feels like" or "almost anything goes" has come
to pervade curricular design. The costs of such enormous freedom of
selection are great, both to the student and to the college.
A student's choice of courses is usually influenced by three things:
his current perspective, faddist gossip among his peers and confusion.
As stated above, education should induce a man to learn what he
doesn't know he doesn't know. A curriculum that says: "Study what
you already feel like studying" offers little likelihood of personal
growth. Authentic Liberal Arts education should have structure as
well as freedom in it-in a blend not too different from the universe
we live in-to the effect that students are literally required to stick
their noses through many windows and their feet through many
doors to discover areas of aptitude and delight which would otherwise
remain hidden in them.
As for the fad and confusion parts of student course selection,
many schools of late have gone the way of pressing freshmen to declare their Major right off and get started on it. This decision then
sets the pattern for their subsequent program. Such a plan contradicts the very temper of our time. Most students entering college do
not know what they want to do. Their major, their vocation, their
identity are more uncertain than ever before-literally up for grabs.
Thus, more than anything else, they need a season for trying things
on for size. The trouble is that if left to their own resources in this
tryout time students tend to try things very narrowly. As one freshman said to me: "You teach philosophy, eh? I wouldn't want to take
a course in that since I don't know a thing about it!"
This is precisely the constrained mentality encouraged by the socalled free curriculum. The paradox of the matter is that the structured curriculum which requires a variety of exposures to fields the
student "doesn't know anything about" turns out to be the freer
experience.
Cafeteria curricula are expensive for schools as well as for students.
Where general curricular requirements do not provide for a stable
number of students taking courses in the several departments these
departments enter into an intermural competition for sheer survival.
This may be less desperate in a larger school, where sheer bulk of
student number will tend to provide enough warm bodies to keep
most areas going. But in a small school, where any shift of fads in sub-
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ject matter can cause a whole department to wink out or be halved
overnight, problems of intermural survival for d epartments can create
a caustic competition.
To be sure, there are benefits from such competition. Professors
try harder-even do their best, and superfluous subject areas are
pruned. But competition for survival can appeal to the lowest in men
as well as the highest. In a hard pressed department courses of a
highly commercial nature begin to proliferate to provide something
attractive for somebody. If any department drops certain major requirements-say minimum hours in sciences, English, or foreign languages-soon other departments have to lower the bar as well to stay
commercial. And worse yet, sheer standards of academic performance
may begin to slip when flunking five students may mean finis for the
course offering.
In such an atmosphere of curricular uncertainty it is not surprising
that students begin to assume that it is not they who are on trial anymore, but the school, the professors, the course. To a degree they are
right, but this is a point which, if overcarried, puts an end to learning
and growth. The college becomes an institution to congratulate students on whatever they know and whoever they are already.
There are grave economic liabilities as well as academic costs in
the free-for-all plan. A free style curriculum is devilishly expensive,
for the sheer variety of courses it encourages.
An evolving curriculum with basic structure to it, one arrived at
by careful and continuing faculty-student dialogue, should present a
pattern of required areas of exposure for all students. These areas of
exposure should be achievable by a variety of means. For any given
area there should be several courses to satisfy the requirement, or independent study possibilities in lieu of the course route.
Courses available for such structural requirements ought to be
given primary support by the college so that they become "great
courses," rich in interdisciplinary possibilities and manned by the most
gifted faculty. As a rule, colleges tend to give this kind of attention
only to rarified and peripheral course offerings used as media attention
getters.
The claim may be made, and not without some justification, that
in the student's eye no required course is ever great. Yet there are
so many courses across America which prove otherwise-courses whose
students are frequently heard to say, "I'm really glad somebody made
me get into that!" I fear that academicians are too much taken in by
the freedom lyrics of the young. A bit of heart-to-heart listening around
soon reveals that the majority are begging for some structure and guidance, if only for the sake of a responsible target to rebel against .
A major factor in such a structured plan should be the larger
employment of upper class students in given fields as assistants and
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tutors. This is one of the most valuable learning experiences for both
the senior and the new student, and a cost-reducing factor of genuine
potential for the college.
This is not to be confused with the use of paid graduate students in
undergraduate courses at the university. Rather, this is the strategy of
undergraduates working with undergraduates in courses of study they
h ave shared in common, and with the professor highly available at all
times.
In such a structured curriculum, emphasis should be put upon
quality of learning as much as quantity. Adjustments in academic
hours granted for a course should be made on the basis of student
performance. A course worth three academic hours if passed with a
C grade ought to be worth three and one half for a B, or even four
for an A. This does not rule out possibilities for ungraded pass/fail
courses at the student's option, but delivers cash value for significant
performance and a sobering influence on professorial grading
procedures.
It would be very interesting to see what influence such grading
procedures might have on recruitment among academically superior
young people. A three-year B.A. or B.S. for high performance rather
than compressed calendar ought to appeal to the honors student
more than any other plan.
There is yet another consideration to be aired in this matter of
curriculum. M any schools have recently gone to a kind of semaphore
pattern of semesters-a kind of semaphore "K" ration of two longs
with a short in the middle. The basic rationale for the short spell
has tended to be: "A creative change of pace." In many schools the
short term has proved to be a mixed blessing-a tremendous time for
a few creative students at the bored expense of so many others. The
basic problem has usually been that it has proved too different from
the regular curriculum. It has borne all the earmarks of a noble but
tacked on afterthought based on the rationale: "But everybody else
is doing it!"
A more likely calendar might be a long, a short, a long, a short
( call it double-N, from the international code). In this construct,
at the end of each long semester the student could select any one or
a likely combination of his current courses for further, independent
exploration. This would be a change of pace, as one were encouraged
to try out new procedures of learning-field trips, work experience,
creative expressions-but above all, it would be based on solid familiarity to the field built up in the long semester. In essence, it would
be a chance for the student to go into business for himself in a field
already familiar.
If carried out properly, such a program could go far to obvi ate
many multiple level courses in the same subject. Progressive levels
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in a given subject would be achieved increasingly through such independent or small group carry-through.
So far this essay has described an agenda for liberal arts studiesstudies dealing in ideas, values and human expression. This is the side
of education devoted not primarily to what one will do, but to who
he will be. In the era of increasing leisure before us, persons capable
of de~ling in this dimension of the spirit are the most likely to find
meamng.
The story is told of the boy who pressured his father saying, "I'll
be good when the guests arrive if you'll give me fifty cents."
"Fifty cents!" cried the father. "Why when I was your age I was
good for nothing!"
In a sense, the humanistic heart of Liberal Arts education is in
studies which are good for nothing. They are simply good in themselves. We do not think of Beauty, Goodness, Truth, Love, Health, or
Personality as being good for something. They are ends in themselves,
and so is the study and awareness of them. Other things may contribute to them-even be good for them, but to treat finalities as good
for something else is like giving the boy trumpet lessons to straighten
his teeth. Some things should be done for their own sake.
Only as a student is brought to a profound awareness of those
things which all generations have held in ultimate reverence will he
ever know that there are dimensions of life which exceed cash value.
These are the points of reference by which we make sense of the rest
of life.
To know this alone, however, and have no practical facility in
one's culture is still to be the multiple amputee described at the beginning. There is another side to the education of complete persons.
The Practical Side: Techne

Education should grant a man both gras/J and facility in his world.
The grasp is largely a matter of understanding. The facility lies on the
side of practical competence-what Aquinas called the "servile arts."
As noted before, the donning of blue collars by university students
and recent grads may smack of romantic, classless revolution, but it
contains genuine insight. Man must be able to do something. Albert
Schweitzer expressed it well when, after years of accomplished study
in the Humanities, he began to study medicine and missions because,
as he put it, he wanted to do something with his hands.
In any intelligent culture the education of the young provides what
might be called survival skills-hunting, fishing, tree house maintenance or what have you. Western culture has drifted away from this
awareness. The reason seems to be that we have developed an ant
hill mentality. We are to fit into a system in which the majority of
our needs are to be provided by others. From plumbing to manicuring,
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increasingly one does not do for himself. He is done for, and all too
often with a vengeance.
Today many are seeking a new independence and self-reliance,
realistically within the system of goods and services beyond our capabilities. We have had to. The plumbers arrived late, the pipe still
leaked, and the bill was unconscionable. This does not mean that we
are about to enter a Walden III era of home brain surgery or space
travel in kit form, but it does mean that the expensive complexity and
free time of our era encourage us to develop versatile self-reliance.
Survival skills which should be taught before college and throughout college consist of most of the things the Liberal Arts graduate
rudely discovers he doesn't know in the first five years after school,
and of which he perennially laments, "Now why didn't they teach me
that?" The list is long, but not limitless, nor beyond the capability
of education. Sample elements are these:
Marriage and Family
Cooking: basic, including nutrition
Clothes care
Money Management: including purchasing
Housing: finance and maintenance
Health: including first aid
Basic Law
Income Tax
Minor Repairs and Adjustments: automobile
and home appliances
Lifetime Physical Education
Social Aptitudes
Basic Political Organization: community level
Basic Service Organizations: community level
Education in these matters could readily become the fun part of
the curriculum. Some of this preparation could be taught in separate
classes. Other parts could figure into regular courses. However packaged, a person prepared in these several skills of daily living would be
equipped to deal with the primary pieces of livelihood which come to
us all.
A person who is not active in the political and social functions of
his community is a cripple in democratic society. Students should be
given large experience in democratic process in their college years,
focusing on significant issues of campus life, not simply holding referendums to decide the band for the next social event. Academicians who
have never granted students such freedom always seem convinced
that the kids would turn the opportunity into a fellahin holiday. But
where responsible self-government has been assigned to students, as a
rule they have quickly shown unusual sobriety and restraint.
It might be claimed that the responsibility side of freedom never
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strikes a man so clearly as on the day after he goes into business for
himself. This is true similarly for students allowed to do business for
themselves in a constitutional, democratic process.
Voluntary social service in a free society is just as important as
political responsibility. Colleges should grant major academic support for programs of student service to society, conceiving of them
as learning experiences, too. Such programs must not become an unguided summons for eighteen-year-old messiahs, following each new
crisis declared by The New York Times, but a carefully counseled
program drawing students into the habit-forming experience of doing
for others, with all its frustrations as well as its potential for personal
growth.
In addition to these personal survival skills, it would be a new
departure in education if the Liberal Arts major were equipped in one
basic, marketable skill - be it computer programming, stenography,
salesmanship or manual craft. Such cash value capabilities would
create a new mentality on the part of the educated man---one of personal practicality, fellow feeling with those less educated, and security
in the shifting fortunes of today's economy. It would also create in the
mind of the white-collar graduate a lifetime option - the freeing
awareness that he could always do something else if he chose to. In a
free society, this is an important conviction, and higher education
should support it.
Practical education need not detract from the wisdom studies outlined above. In an intelligently structured curriculum these wisdom
studies need not take up nearly so much room as they have done,
especially in the face of upgraded high school programs and new devices for learning. The ratio of time given to the two basic sides of
education which we are calling sophia and techne would have to be
individualized. It might range, however, from a 75%-25% to a
50%-50% rlivision.
A more practical question than time ratios is Where might resources be found for the practical side of education? The answers are
several. Many campuses already have staff competent to teach both
personal and market skills. Likewise, many resource persons and facilities exist in every college community. What is required is for the college to see its community as a rich resource for the learning process.
In many cases colleges might set up contractual relationships
with persons, businesses and institutions of the community for the more
practical education of its students. It is true that learners provide a
questionable form of manpower, but they are also very inexpensive,
which could be a reciprocal benefit to participating institutions.
The most adventurous possibility, yet one with much going for
it, would be for a college to join on a partnership basis ( or organize
de nova where necessary) businesses and institutions in which its stu75

dents should gain training experience. These might range from private
experimental schools for students studying education to computer centers serving the larger business and service area. Such a college would,
in effect, become a kind of holding company in free enterprise.
Two obvious justifications come to mind . One, the Board of Trustees of most schools is accomplished not in matters of education but
precisely in these practical institutions where liaison is sought. Their
pool of genius might be tapped in a meaningful way for the first time.
Two, although such entrance into private business would be highly
problematical for state-supported institutions, in the case of private
schools, so hard pressed economically, the liaison would be the only
natural one. The future of private education rests more likely with
private business than with public taxation. In this plan there would
be created an organic liaison with the private economy rather than
the vague ties of charity heretofore practiced.
Most private colleges would find a very likely opportunity for practical education in what has become of late their most threatening
competitor-the area community colleges. These are rich in vocational
technical resources. Until now, most educators have envisioned only
a one-way traffic of students from the community college to the fouryear institution. There is no reason why these schools could not work
out a two-way traffic, granting Liberal Arts students major exposure
in the practical curriculum of the sister institutions.
In many cases it has been the community college, first conceived
as a vocational technical school, now expanded into Liberal Arts
competence, which has struck the best balance of education for the
dual needs of man -wisdom and practicality. The four-year institution would do well to study this model carefully as it moves beyond
the level of achievement possible in a two-year calendar.
However the vision is carried out, the ideal is one of a liberally
educated man capable of doing for himself in ma tters of personal, social, political and vocational responsibility. It is the ideal of a person
who knows what he is doing and is able to do what he knows.

Li/etime Liaison
Alumni of American colleges have long had reason to ask annual
college solicitors for funds: "But what have you done for me lately?"
If education is a lifetime process, as every school affirms, then why
shouldn't a college create a lifetime liaison with its graduates, other
than the annual academic community chest drives?
A school that takes the continuing education of its alumni seriously
ought to take a hand in that process with due regard for both intellectual and practical subject matter. Recommended reading lists reflecting current campus usage ought to be mailed out periodically.
Periodic alumni seminars, regionally and on campus, should be pro-
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vided by the faculty. The part1c1pation of current students in these
affairs would provide valuable inter-generational dialogue. Sabbatical study opportunities of varying duration should be provided for
alumni, not only in liberal studies but in matters of vocational and
personal competence, responsive to the fast changing world.

Overcoming the New Suspicion of Higher Education
To be able to do for oneself as well as to think for oneself, to be
a participant in the great ideas that shape human culture and be skilled
to function socially, politically and vocationally, this is to be an educated person.
It is a fact that many graduates of Liberal Arts colleges intend to
go on to graduate schools in order to enter into complex professions,
vastly beyond the competence of undergraduate study. But these persons need to know the basic personal skills outlined in matters such as
food, health and home maintenance, as well as anybody else. Likewise,
their lives would be enriched by a major exposure to manual and
technical skills. Nothing is more obvious than the difference between
a professional man with no e>..'J)erience in practical vocations and one
who worked in a factory on his way to law school.
Automation and cybernetics are enlarging the spare time for everybody. This spare time is the raw material from which creative leisure
or voluntary self-expression may come. Such leisure will be achieved
by those equipped first, to deal meaningfully in schole, the creative life
of the spirit, second, to do for themselves in matters of personal daily
function and, third, to be vitally involved in the social, the serviceable
and the political processes of their community.
Relevance in higher education, so plaintively sought by today's
students, will be achieved by that academic community which overcomes the split between the intellectual and the practical life of man.
The pervasive new suspicion of higher education on the part of many
young people and their parents will be overcome as Liberal Arts schools
become liberal enough to face up to the total role of man in today's
world and equip him for it.
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